The traditional student teaching experience includes a complex, triadic relationship between student teacher, cooperating teacher, and the university supervisor. Studies seeking to understand this experience from the perspectives of the student teacher and cooperating teacher are commonly found in the literature; yet research specific to the university supervisor has been considered meager at best. Building upon Ajzen's Theory of Planned Behavior, we sought to reveal the university supervisor's voice regarding the relevance of traditionally required student teaching skills and activities commonly included in the capstone student teaching experience. A descriptive census study consisting of university supervisors (N = 62) from the North Central Region of the American Association for Agricultural Education (AAAE) was implemented. A document analysis of agricultural education student teaching handbooks from the North Central AAAE region provided the foundation for a researcher-developed, expert-panel validated instrument consisting of student teaching skills and activities organized into eight constructs. University supervisors considered seven of the eight constructs as very relevant for inclusion in the capstone student teaching experience. We conclude that university supervisors in the North Central Region of AAAE perceive activities and skills commonly required of student teachers as important to the capstone student teaching experience. Future activities should be aligned with those included in national performance-based, subject-specific assessments commonly being adopted by teacher preparation programs. Future research should seek to determine alignment of best practices in SBAE national standards-based assessments. 
Introduction
The importance of the student teaching experience is hard to ignore. Identified as "a central component of virtually all preservice teacher education programs" (Borko & Mayfield, 1995, p. 502) , this well-documented capstone experience (Edgar, Roberts, & Murphy, 2009; Smalley, Retallick, & Paulsen, 2015a) provides preservice teacher candidates with the opportunity to connect theory with practice (Cuenca, Schmeichel, Butler, Dinkelman, & Nichols, 2011; Retallick & Miller, 2007) . Considered "the single most influential factor in…teacher education programs" (Steadman & Brown, 2011, p. 51) its' power has been described as "legend" (Valencia, Martin, Place & Grossman, 2009, p. 304) .
The traditional student teaching experience includes a complex, triadic relationship between student teacher, cooperating teacher, and the university supervisor (Slick, 1997) . Studies seeking to understand this experience from the viewpoint of the student teacher are plentiful (Ezer, 1 Thomas H. Paulsen is an Associate Professor and Chair of the Applied Agricultural and Food Studies Department at Morningside College, Sioux City, Iowa, 50116, paulsent@morningside.edu. Gilat, & Sagree, 2011; Krysher, Robinson, Montgomery, & Edwards, 2012; Rubenstein, Thoron, & Estepp, 2014; Smalley, Retallick, & Paulsen, 2015; Stripling, Thoron, & Estepp, 2014; Tarman, 2012; Thieman, Marx, & Kitchel, 2014; Young & Edwards, 2006) . Research relating specifically to the student teacher's relationship with the cooperating teacher (Jones, Kelsey, & Brown, 2014; Kasperbauer & Roberts, 2007; Martin, 1997; Stoddart, 1990; Thobega & Miller, 2008) and the perspective of the cooperating teacher (Anderson, 2007; Borko & Mayfield, 1995; Clark, Triggs, & Nielsen, 2014) are commonly found in the literature. Much research has examined student teaching from individual triadic perspectives (Valencia, et al., 2009 ), yet not all perspectives of the student teaching experience have been well-documented (Slick, 1997) ; research specific to the university supervisor has been considered meager at best (Steadman & Brown, 2011) .
In addition to the primary responsibility of planning and ultimately evaluating the preservice teacher (Valencia et al., 2007) , university supervisors can have a positive effect on student teacher performance (Grossman et al., 2011; Ronfeldt & Reininger, 2012) , and provide a significant contribution to the student teaching experience (Slick, 1997) . Therefore, it is surprising that a great deal "remains unknown about the influence of university supervisor" (Borko & Mayfield, 1995) .
"What we learn from studying the process of learning to teach depends on whose voices are being heard" (Wideen, Mayer-Smith, & Moon, 1998, p. 156) . Following the recommendations of Harlin, Edwards, and Briers (2002) , Smalley, Retallick, and Paulsen (2015a, 2015b) examined the relevance of student teaching practices from the perspective of the student teacher and cooperating teacher; yet the voice of the university supervisor has remained essentially silent. The intent of this study was to seek this triadic member's perspective.
Theoretical Framework
Ajzen's (1991) Theory of Planned Behavior (TPB) provided the foundation for this study. Defined as "a major framework for understanding, predicting, and changing human social behavior" (Ajzen, 2012, p. 438) , TPB frames the relationship between the antecedents of intention and its relationship to behavior. Intention is considered a central component of TPB. "Intentions are assumed to capture the motivational factors that influence a behavior…they are indications of how hard people are willing to try…in order to perform the behavior" (Ajzen, 1991, p. 181) . Shaped by attitude, subjective norms, and perceived behavioral control, intention encapsulates motivational factors which influence a given behavior. Conner and Armitage (1998) suggested that "attitudes toward a specific behavior exert their impact on behavior via intentions" (p. 1430).
In this study we operationalize the three determinants of intention in TPB: attitude as the university supervisors' perception of the relevance of student teacher capstone skills and activities, identified by peers in the [Region] of AAAE (subjective norm), over which they have academic or curricular control (perceived behavior control). We consider a primary focus on attitude as a precursor of intention. Ajzen (1991) suggested that "attitudes toward the various behaviors made significant contributions to the prediction of intentions" (p. 189) and that personal consideration usually outweighs the impact of social norms. Since university supervisors are responsible for planning and ultimately evaluating the student teaching experience (Valencia et al., 2007) it is important that their perceptions regarding the relevance of student teacher activities are identified.
Building upon the Theory of Planned Behavior, the purpose of this study was to determine the extent to which university supervisors deemed traditionally required student teaching skills and activities relevant as part of the capstone student teaching experience.
Methods/Procedures
The population for this descriptive census study consisted of all (N = 62) university supervisors from 32 institutions with agricultural teacher education programs in the North Central Region of the American Association for Agricultural Education (AAAE) as identified through the AAAE directory, National FFA database, and a web search of online program directories.
Smalley et al.'s (2015a) instrument was slightly modified. Specifically, instrument directions and question stems were personalized to address the university supervisor respondent and used to collect data for this study. Smalley et al. (2015a) conducted a document analysis of agricultural education student teaching handbooks from the North Central Region of AAAE to determine student teaching skills and activities utilized in agricultural teacher education programs. The skills and activities were organized into eight constructs which included: planning instruction, teaching activities, evaluation of student performance, supervised agricultural experience, FFA activities, school-community relations, adult education, and teaching profession. The instrument was reviewed by a panel of experts consisting of six agricultural teacher educators and deemed valid. Smalley et al. (2015a) piloted the instrument and reported internal consistency for each summated scale by construct (see Table 1 ) as recommended by Nunnally and Bernstein (1994) . Reliability coefficients ranged from α = 0.72 to α = 0.88 and were considered acceptable to good (George & Mallery, 2003) . = Cronbach's alpha. Scale: >.9 = Excellent, >.8 = Good, >.7 = Acceptable, >.6 = Questionable, >.5 = Poor and <.5 = Unacceptable (George & Mallery, 2003) .
Dillman, Smyth, and Christian's (2009) tailored design method was used to develop the electronic survey instrument and the data collection procedures. The instrument included a personalized set of instructions and was divided into three parts. In part one, university supervisors were asked to evaluate the perceived relevance of each student teaching skill or activity by construct on a three-point Likert-type scale (1 = irrelevant, 2 = relevant, 3 = very relevant). The midpoint of the scale-relevant-was determined because the statements were derived from handbooks and activities currently required in agricultural teacher education capstone experiences. Jacoby and Matell (1971) found justification in scoring Likert-type scaled items dichotomously or trichotomously and concluded that "reliability and validity are independent of the number of scale points" (p. 498). In part two of the instrument, university supervisors were asked to rank order the eight constructs by level of importance. Finally, part three of the instrument contained relevant demographic information such as: gender, age, and years of experience supervising student teachers.
To maximize the response rate, a personalized email including the collaborators' names, a list of benefits associated with the study, and an embedded link to the electronic instrument was sent (Monroe & Adams, 2012) . Personalized reminder emails were sent to non-respondents over a four-week period. The response rate was 80.65% (n = 50) from this census study of university supervisors in the North Central Region of AAAE. The usable response rate was 72.58% (n = 45) because 5 respondents reported that it had been more than five years since they had actively supervised a student teacher. The decision was made a priori to limit the responses to those who had recently (within the last 5 years) supervised student teachers. Nonresponse error was controlled by comparing early and late respondents as recommended by Lindner, Murphy, and Briers (2001) . No statistically significant differences were found. Data were analyzed to determine construct grand means and standard deviations. To categorize each statement and construct, we established the following mean ranges: very relevant = 3.0-2.34, relevant = 2.33-1.67, and irrelevant = 1.66-1.00.
Results/Findings

Participant Demographics
The average respondent was a male university supervisor with six to 11 years of supervisory experience who currently worked at a research-intensive institution. Additional respondent demographic characteristics are displayed in Table 2 . The purpose of this study was to determine the extent to which university supervisors deemed traditionally required student teaching skills and activities relevant as part of the capstone student teaching experience. Summated means (grand means) are reported for each of the eight constructs (see Table 3 ). University supervisors considered seven of the eight constructs very relevant and one construct-adult education-as relevant for student teaching. Evaluation of student performance construct (GM = 2.94, SD = 0.20) activities focused on methods of student evaluation used during student teaching and are displayed in Table 4 . Respondents considered all evaluation activities in this construct area as being very relevant.
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38 Volume 57, Issue 3, 2016  review assessment after use and determine the validity of questions;
 develop a variety of formative and summative assessments to be used in formal instructional settings, SAE, and FFA  construct and implement performance assessments to assess student understanding, growth and development  provide students with feedback on performance  modify instructional plans based on assessment results; assessing student performance (each learning standard assessed, multiple assessments used, assessments used throughout unit, assessments are valid and clear, appropriate adaptions for students as needed)
 establishing and communicating student performance expectations and assessment criteria  involve students in self/peer evaluation or assessment; and use assessment data to inform practice.
Supervised Agricultural Experience (SAE) construct (GM = 2.77, SD = 0.39) activities focused on helping preservice student teachers gain a better understanding of this component of the school-based agriculture education program through activities related to planning, implementing, following-up, teaching with, and communicating to stakeholders about SAE. Table 5 displays the level of relevance, mean and standard deviation by individual item, the construct grand mean, and the standard deviation. University supervisors considered all SAE activities as very relevant. FFA construct (GM = 2.66, SD = 0.46) activities are displayed in Table 6 are focused on providing preservice student teachers with experiences in providing leadership development and collecting and reviewing of documents to enhance understanding of the FFA program. University supervisors considered all but two FFA activities as being very relevant. Respondents considered review procedures for state and county fair entries and assist in organizing the local FFA test plot as being relevant. Teaching construct (GM = 2.61, SD = 0.38) activities associated with the student teaching experience focused on implementing pedagogical and management practices in a variety of settings. University supervisors considered all but two teaching activities as very relevant. Responses are displayed in Table 7 . Respondents identified, evaluate your cooperating teacher's teaching performance, develop and present a program/presentation on agricultural awareness, and prepare a bulletin board (traditional or electronic) for teaching/learning or motivation as relevant.
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42 Volume 57, Issue 3, 2016  share SAE student experiences, reflect on the student learning during each lesson  record video of several teaching segments  observe other teachers in the school  observe ag teachers in other districts, integrate educational technological resources (not limited to computer as listed above)
 engage in co-teaching with cooperating teachers or others  ag awareness listed above only if in a unit to be taught, not as a stand-alone project. Finally, participants were asked to rank order each of the eight student teaching constructs from most to least importance (1 = Most Important, 8 = Least Important). Respondents identified Planning Instruction (GM = 1.34, SD = 0.53), Teaching (GM = 1.83, SD = 0.59) and Evaluation of Student Performance (GM = 3.07, SD = 0.85) as the top three construct areas of importance in the student teaching experience. Adult education was ranked least important (GM = 7.83, SD = .038). Conclusions/Implications/Recommendations This study sought to determine the extent university supervisors deemed traditional student teaching activities relevant as part of the preservice student teaching experience. University supervisors identified seven construct areas as being very relevant and one area as relevant in the student teaching experience. We conclude that university supervisors in the North Central Region of AAAE perceive activities and skills commonly required of student teachers as relevant to the capstone student teaching experience. Because the theory of planned behavior (Ajzen, 1991) identifies attitude, subjective norm, and perceived behavioral control as antecedents to intention to implement a given behavior, a positive perception of student teaching skills and activities should impact university supervisors' intention to implement them in their capstone experience.
All five of the individual evaluation of student performance construct (GM = 2.94, SD = 0.20) activities were rated as very relevant by university supervisors in this study and this construct had the highest grand mean of the eight constructs. Individual activities related to developing formative and summative student assessments/grading rubrics, explaining methods for evaluating student performance, utilizing grading systems consistent with cooperating teacher expectations, and reviewing evaluation instruments with the cooperating teacher comprised this construct. Yet, when asked to rank order each of the constructs by their importance in the student teaching experience, evaluation of student performance emerged as third, directly behind planning instruction and teaching. As the construct area with the highest grand mean in this study, evaluation of student performance aligned with a common need reported by Krysher, Robinson, Montgomery, & Edwards (2012) in that student teachers struggle with assessing student learning. It is refreshing to see that university supervisors value the evaluation of student performance as it may suggest the beginning of a transition from a focus on teaching practices to more attention to student learning (Stripling, Thoron, & Estepp, 2014) .
The only other area in this study in which respondents identified all individual activities as very relevant was the SAE construct. At times seen as unimportant (Robinson & Haynes, 2011; Young & Edwards, 2006) , SAE-related activities implemented in the student teaching experience can help to fill the "gap between what is taught in pre-service programs and what is [eventually] 
